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ABSTRACT 
 
 
What Is The Lived Experience of the Learners in a Coteaching Classroom? 
 
 
by 
 
 
Janet Adams, Doctor of Education 
 
Utah State University, 2012 
 
 
Major Professor: Dr. Scott Hunsaker 
Department:  Teacher Education and Leadership 
 
 
 The purpose of this study was to describe the lived experiences of the learners in a 
fifth-grade coteaching classroom. Because the practice of coteaching is gaining 
popularity in schools, there is increasing use of this teaching method in general education 
classrooms. If learning in a coteaching classroom is to be meaningful for students, it is 
important to have their perspective of this instructional delivery option. Through careful 
listening, observation, and interpretation of the students’ lived experience, a better 
understanding of the students’ perspective in a coteaching classroom was gained. 
 Data for this qualitative study were triangulated using classroom observations, 
student drawn images, and interviews with selected students and the coteachers. Findings 
indicate that (1) students can give voice to their lived experience when given the 
opportunity to use images to do so; (2) the ability of coteachers to get along with each 
other is an important aspect of students lived experience in the coteaching classroom; (3) 
another aspect of the lived experience of students in the coteaching classroom is learning 
 iv
 
the ethics of the caring classroom from their coteachers. 
 The findings support the literature, which suggests coteaching can be an effective 
teaching delivery option and that the voices of the learners in the classroom are an 
important source of information about what works in schools. These results are 
significant because they help to inform future decisions about the practice of coteaching. 
The results of this study also clarify ways the coteaching model can be strengthened or 
improved for greater success and benefit for both the teachers and the students.  
(119 pages) 
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PUBLIC ABSTRACT 
 
 
What Is The Lived Experience of the Learners in a Coteaching Classroom? 
 
by 
 
 
Janet Adams, Doctor of Education 
 
Utah State University, 2012 
 
 
 The purpose of this study was to describe the lived experiences of the learners in a 
fifth-grade coteaching classroom. Because the practice of coteaching is gaining 
popularity in schools, there is increasing use of this teaching method in general education 
classrooms. If learning in a coteaching classroom is to be meaningful for students, it is 
important to have their perspective of this instructional delivery option. Through careful 
listening, observation, and interpretation of the students’ lived experience, a better 
understanding of the students’ perspective in a coteaching classroom was gained. 
 The results of this study suggest coteaching can be an effective teaching delivery 
option and that the voices of the learners in the classroom are an important source of 
information about what works in schools. These results are significant because they help 
inform future decisions about the practice of coteaching. The results also clarify ways the 
coteaching model can be strengthened or improved for greater success and benefit for 
both the teachers and the students.  
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CHAPTER I 
 
INTRODUCTION 
 
 I began my career in education as a fourth-grade teacher in an elementary school 
located near a university. Every semester for the 8 years I taught in that school I 
mentored a student teacher from the education program at the university. Most of these 
preservice teachers did a fine job and earned high marks from me, but in my memory 
there is one mentoring experience that stands out from the others. I do not remember her 
name, but she was younger than me, she was outgoing and bubbly where I was more 
calm and reserved, she was blonde and trendy where I was dark haired and fairly 
traditional in my manner and dress. In other words, we were quite different from one 
another in both appearance and manner. Even so, I do remember with perfect clarity that 
she and I truly became coteachers in the classroom.  
 In a relatively brief period of time we established a synergy, a partnership, a 
collaborative style of teaching that was energizing and effective. We were both present in 
the classroom all day, every day. The students seemed to thrive on the dynamic learning 
experience of having two teachers working together in the classroom, as evidenced by the 
smiles on their faces and their level of engagement in the learning activities. Students 
were respectful to the student teacher, as well as to me. They acknowledged us both as 
their teachers, and perhaps just as importantly, my student teacher and I respected one 
another and acknowledged one another as coteachers in the classroom. We did our 
planning together and we taught together. We often used a parallel teaching approach in 
which we took turns with the lesson, at times almost being able to finish each other’s 
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sentences. I remember saying once during this experience, “Wouldn’t it be great to have 
two teachers in the classroom all of the time?” 
 
Objective and Purpose 
 
 Perhaps this is an idea whose time has come. Recently, a classroom practice 
known as coteaching has evolved in response to the pressures educators feel to provide 
differentiated instruction in order to meet the academic needs of a diverse group of 
learners (Kohler-Evans, 2006). I am no longer a fourth-grade teacher. At the time of this 
study, I was an elementary school principal and also completing the requirements for my 
doctoral degree in instructional leadership. When two faculty members from the 
elementary school approached me with a desire to try a coteaching experience, I was very 
much in favor of the idea. Because of my own positive coteaching experience with my 
former student teacher, I gave them my full support and decided to make this coteaching 
classroom the subject of my doctoral study. 
 
Problem Statement and Research Question 
 
 Also known as collaborative teaching, team teaching, shared teaching, 
cooperative teaching, and job sharing; coteaching is the practice of having more than one 
teacher in the classroom that is responsible for delivering instruction (Cook & Friend, 
1995). Coteaching is usually thought of as an inclusion model associated with meeting 
the academic needs of special education students in a regular classroom setting. 
Typically, a special education teacher works jointly with the regular education teacher for 
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at least some part of the school day to deliver instruction. Research suggests that 
coteaching between a regular education teacher and a special education teacher is an 
effective practice that benefits both teachers and students in several ways, but little is 
known about the effectiveness of the coteaching practice between two regular education 
teachers. Teachers who have been part of a coteaching team report positive experiences 
and believe that coteaching benefits students, but does it really? Despite the vast number 
of changes in education in recent years, learners are usually not consulted in the change 
process (Rudd, 2006). If learning is to be meaningful for students, their views must be 
heard. Some say that education should be shaped around the needs of the learner, rather 
than having the learner conform to the established system.  
 In order to make future decisions about the effectiveness of a coteaching model, it 
is important that we understand the students’ perceptions. Their voices should be heard. 
Although one study was found reporting the perceptions of college students in a team-
teaching classroom, none were found reporting elementary students’ perceptions in the 
school setting. What is the lived experience of the learners in a coteaching classroom? 
The purpose of this study was to answer that question. 
 
Theoretical Lens 
 
 Phenomenology is the theoretical lens through which I viewed student perceptions 
for this research. The term phenomenology is difficult to pronounce, let alone understand. 
To add to the confusion, the term is often used interchangeably with the term 
hermeneutics, or the analyses of the written word (Byrne, 2001). Indeed, there is great 
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diversity of thought in the field of phenomenology. Throughout time, even the great 
thinkers of phenomenology have had different conceptions of it, different methods, and 
different results (Smith, 2011). 
 Phenomenologists seek to gain understanding of the basic truths of people’s lived 
experience (Byrne, 2001). Phenomenologists believe that knowledge and understanding 
are not quantifiable; rather they are intertwined in our everyday world (Byrne, 2001). In 
fact, one criticism of phenomenological theory is that it lacks scientific precision (Smith, 
2011). Further, phenomenologists believe that people’s life experiences can uncover the 
truths of life.  
 Historically, human understanding of the world was based on religion or nature. 
After Rene Descartes defined a distinction between our mental and physical beings, there 
was a push to connect all knowledge to the world of science (Byrne, 2001). Scientists of 
that time now valued objectivity and an organized approach to research and discovery. 
However, many philosophers considered this approach to be too limiting. They promoted 
phenomenology as a preferred method to discover the meaning of life experiences 
(Byrne, 2001). Though phenomenology had been practiced for centuries, it came into its 
own with Edmund Husserl, the German philosopher and mathematician who is usually 
cited as the father of phenomenology (Byrne, 2001).   
When Hindu and Buddhist philosophers reflected on states of consciousness 
achieved in a variety of meditative states, they were practicing phenomenology. 
When Descartes, Hume, and Kant characterized states of perception, thought, and 
imagination, they were practicing phenomenology. When Brentano classified 
varieties of mental phenomena (defined by the directedness of consciousness), he 
was practicing phenomenology. When William James appraised kinds of mental 
activity in the stream of consciousness (including their embodiment and their 
dependence on habit), he too was practicing phenomenology. And when recent 
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analytic philosophers of mind have addressed issues of consciousness and 
intentionality, they have often been practicing phenomenology. Still, the 
discipline of phenomenology, its roots tracing back through the centuries, came to 
full flower in Husserl. (Smith, 2011, p. 8) 
 
Husserl asserted that researchers must set aside (i.e., bracket) their preconceived notions 
in order to objectively describe the phenomena being studied (Byrne, 2001). If I, for 
example, want to understand the students’ lived experience in a coteaching classroom, 
Husserl’s approach would assume I would bracket everything I know about being a 
teacher. According to Husserl, bracketing would enable me to identify the essences of 
learning free of my previous experience of being either a student or a teacher in a 
classroom. Bracketing assumes people can separate their personal knowledge from their 
life experiences (Byrne, 2001). 
  Husserl’s colleague, Martin Heidegger, did not believe it was possible to bracket 
our assumptions of the world (Byrne, 2001). He believed that our background knowledge 
and life experiences allow us to share practices and find common meanings. I agree with 
Heidegger. As a researcher, I observed phenomena for this study through the lens of my 
own background and experiences. Although I was careful to maintain an awareness of my 
subjectivity, I also used my previous life experiences as a filter which allowed me to 
understand the classroom setting and the phenomena being observed. I considered this to 
be a strength of the research, not a weakness. Researcher subjectivity can be seen as bias 
and something to be avoided. In contrast, Peshkin (1988) asserted that subjectivity “can 
be seen as virtuous, for it is the basis of researcher’s making a distinctive contribution, 
one that results from the unique configuration of their personal qualities joined to the data 
they have collected” (p. 18). 
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Importance of the Study 
 
 This study is important because the results inform future decisions about the 
practice of coteaching in schools. Because the practice of coteaching is gaining 
popularity, there is increasing use of this teaching method in general education 
classrooms. Other teachers at this school have expressed an interest in participating in a 
coteaching partnership. Before those kinds of decisions are made, it is important to have 
the students’ perspective. Further, the results of this study may clarify ways the 
coteaching model can be strengthened or improved for greater success and benefit for 
both the teachers and the students. Through careful listening, observation, and 
interpretation of the students’ lived experience, we gain a better understanding of their 
perspective of coteaching. 
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CHAPTER II 
REVIEW OF LITERATURE 
 
A review of the literature on coteaching reveals that much of what has been 
studied focuses on coteaching as a way for special education teachers to work closely 
with regular education teachers in the classroom. Because my study was conducted in a 
classroom with two regular education teachers, I excluded literature that focused on 
special education unless it provided relevant insights about the phenomena of coteaching 
in general. 
Knowing the teachers’ perspective adds another dimension to understanding the 
experiences of the learners in the coteaching classroom. Several studies were found that 
sought to reveal the experience of the teachers in a coteaching classroom. The study 
included in this review was selected because the methodology used was similar to the 
methodology I planned to use for my study.  
Search terms for this literature review included team teaching, elementary, 
coteaching, cooperative teaching, and learner voice. No studies were found that sought to 
reveal the experience of the learners in an elementary coteaching classroom. However, 
one study was found that reported college students’ perceptions of team teaching in a 
preservice teacher education course. This study was included in this review of literature 
because it reported the experience of the learners in the classroom. 
 
What Is Coteaching? 
 
Educators have long been intrigued with the possibilities created by two teachers 
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sharing one classroom (Cook & Friend, 1995). With increasing demands to mainstream 
special education students; and the need for special education teachers to work closely 
with regular education teachers in the classroom, the coteaching model and framework 
have grown. According to Cook and Friend, “By the late 1980s, coteaching was 
discussed most often as a means for special education teachers to meet students’ needs in 
general education settings” (p. 2).  
 The rapid increase of student diversity in classrooms and schools has reached the 
point where students can no longer be segregated into groups according to ability, 
culture, or language backgrounds (Bauwens & Hourcade, 1991). Bauwens and Hourcade  
asserted that classroom instruction must be provided in the regular classroom that meets 
the needs of all students, including those with diverse backgrounds and learning 
aptitudes. They note that in recent years, a variety of collaborative structures has emerged 
in the regular classroom to address this need. Coteaching, also known as cooperative 
teaching or collaborative teaching, is no longer a teaching model used only by special 
educators. 
 When discussing coteaching, it is important to have a clear understanding of the 
concept. Coteaching is defined as two or more professionals delivering substantive 
instruction to a group of students with diverse learning needs in a single physical space 
(Cook & Friend, 1995). Ideally, both teachers are present at all class sessions. This 
optimizes the integration of learning, allows students to view their teachers as model 
learners, and provides an opportunity for both teachers to connect learning across the 
subjects being taught. Coteachers are educational professionals who are both actively 
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involved in the instruction of students (Cook & Friend, 1995). 
My review of the literature revealed that having two teachers responsible for 
instruction in the same classroom is not always defined as coteaching. Recent changes in 
the economy have contributed to the growth of another flexible teaching delivery option 
known as job sharing (Mumford, 2005). In this model, two teachers split their workweek 
to oversee one classroom (Blair, 2003). Job sharing creates a collaborative atmosphere, 
increases accountability, and reduces teacher burnout (Blair, 2003). Proponents of the job 
sharing model say that students benefit from having two energized teachers in the 
classroom (Blair, 2003). Challenges of this teaching model include consistency with the 
curriculum and quality control. Though job sharing and coteaching have similar 
characteristics and benefits, since both teachers are not usually present in the classroom at 
the same time, job sharing is not usually considered a coteaching approach.  
 
What Coteaching Looks Like 
 
Several coteaching approaches, as outlined by Cook and Friend (1995), can serve 
as a starting point for considering what coteaching might look like in a classroom. These 
coteaching approaches are unique in that they could not occur if just one teacher were 
present. No one approach is best or worst. In fact, each of the approaches—or some 
variation—is likely to be used alone or with another in any cotaught classroom. The 
teaching approaches that coteachers use depend on several factors including personal 
preferences, curriculum requirements, student characteristics, and even physical space. 
Most teachers will use their creativity to select and adapt the various approaches to fit 
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their situation and particular teaching skills. To do this, coteachers develop an array of 
classroom approaches for their shared instruction. 
One approach coteachers might use is the one teaching, one assisting strategy. In 
this strategy, one teacher takes the lead in the delivery of instruction, while the other 
teacher circulates, monitors, and assists where needed. The danger in this approach is that 
the teacher who is not delivering instruction may feel like more of an assistant than a 
teacher in the classroom. Wise coteachers will alternate taking the lead so that both 
teachers are perceived by students as “real teachers” (Cook & Friend, 1995, p. 8). 
 Another coteaching approach is station teaching, in which both teachers prepare 
and teach different parts of the instruction in separate locations in the room. Students are 
divided into two groups and each teacher presents his or her half of the instruction to one 
group. Timing must be coordinated so that students are transitioned at the same time to be 
taught by the other teacher. A third group can be formed to work independently. One 
advantage of this approach is the reduced student-teacher ratio that allows for more 
differentiation and individualized instruction (Cook & Friend, 1995). 
 Parallel teaching also lowers the student-teacher ratio. As the name implies, in 
the parallel teaching approach both teachers are presenting the same curriculum at the 
same time to a group of students consisting of half the class. This type of instruction 
lends itself well to drill and practice exercises or learning differing perspectives of a 
particular issue for whole class discussion later on. The noise level in the room can get 
high and could be one disadvantage to this approach (Cook & Friend, 1995). 
Sometimes a small group of three to eight students may need preteaching, 
11 
 
 
reteaching, or enrichment opportunities. In a coteaching approach known as alternative 
teaching, these needs can be addressed by having one teacher work with the small focus 
group while the other teacher is instructing the rest of the class. Groupings should be 
varied to avoid stigmatizing any student (Cook & Friend, 1995). 
 In a coteaching approach known as team teaching, both teachers share the 
instruction of students. The teachers might take turns leading a discussion, role playing, 
or modeling appropriate ways to ask questions (Cook & Friend, 1995). This coteaching 
approach requires a high level of mutual trust with which some teachers may not be 
comfortable. However, teachers who have used this approach report that they found it to 
be very rewarding (Cook & Friend, 1995).  
 
Elements of Successful Coteaching 
 
According to professional practice literature, teachers who have been part of a 
coteaching partnership report that coteaching has several benefits for both teachers and 
students (Cook & Friend, 1995; Gaytan, 2010; Kohler-Evans, 2006). Kohler-Evans 
wrote: 
The practice of coteaching has the potential to be a wonderful strategy for 
meeting the needs of all students. Working in partnership with another teacher, 
bouncing ideas off of one another, planning and orchestrating the perfect lesson, 
having two pair of eyes and four hands, creating something that is better than that 
which each partner brings. (2006, p. 263) 
 
One obviously appealing benefit of coteaching is the reduction of the student-
teacher ratio. When the student-teacher ratio is lowered, students get more attention from 
the teacher (Cook & Friend, 1995). In addition, behavior problems are minimized; there 
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is a smooth delivery of instruction and seamless transitions; and teachers are able to adapt 
learning activities quickly and easily in response to students’ needs. Because both 
teachers know what comes next, nonacademic time in a successful coteaching classroom 
is virtually eliminated. Further, if the two teachers get along, coteaching provides an 
opportunity for teachers to model appropriate learning behaviors for students (Sebastian, 
2001). 
 The benefits of a coteaching approach also include a dynamic learning 
environment, interactive learning as opposed to lecture-based learning, and critical 
thinking across disciplines (Gaytan, 2010). Coteaching provides support to the teachers 
involved and appears to encourage new research ventures among faculty (Gaytan, 2010). 
Overall, it seems fitting to compare the coteaching relationship to a professional 
marriage, in that it takes commitment from both teachers to make it work (Cook & 
Friend, 1995). 
While the professional practice literature just cited sees positive possibilities in 
coteaching, the research literature must also be examined.  For example, a  study 
conducted by Hwang, Hernandez, and Vrongistions (2002) examined 24 elementary 
teacher education students’ thoughts, feelings, and attitudes about a university course 
taught using a team teaching approach. Ninety-two percent of the students in the class 
volunteered to participate in the study. None of the volunteers had any previous 
experience with team taught classes. Data were collected using open-ended questions and 
were analyzed using inductive content analysis. 
  The results of the study show that preservice students benefit from a 
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coteaching approach in the classroom in several ways including; learning from 
more than one expert and sharing their life experiences, experiencing more 
authentic learning opportunities through greater interaction among teachers and 
learners, and experiencing different teaching styles. These preservice students 
reported a positive change in their perceptions of team teaching approaches over 
time (Hwang et al., 2002).  
At a small school providing classes for fourth through eighth grades in a poor 
minority community in Dallas, a pilot study was conducted that examined the practice of 
collaboratively teaming two certified teachers with one class of elementary school 
students all day, every day. The researcher sought to learn the processes involved in 
building successful two-person teaching teams. Teachers were recruited and hired 
because of their expertise and their desire to participate in the research. Two fourth grade 
teachers and two fifth-grade teachers participated in the study. These teachers believed 
that this form of teaching would promote their creative efforts and encourage 
collaborative planning (Minnett, 1998). They also believed that team teaching provided 
an environment in which teachers support one another in order to help all students learn.  
 Minnett (1998) used an ethnographic methodology in which she observed 
“naturally occurring events and interviewed the key participants using open-ended 
prompts” (p. 9). An analysis of transcripts and field notes prompted the development of a 
two-teacher teaming program in every classroom at the school “to provide more 
experiential learning for students of all abilities and to increase the one-to-one time 
between students and teachers” (p. 9). The staff at the school believes that two-teacher 
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teaming has great potential to enrich children’s lives and enhance learning.  
The results of the studies cited, in addition to the professional practice literature 
referred to, identify four characteristics that seem to contribute to the success of 
coteaching teams.  These are (a) philosophical compatibility and attitudes about teachers’ 
work; (b) the importance of thorough collaborative planning; (c) a spirit of shared work; 
and (d) collaboration in the classroom (Cook & Friend, 1995; Gaytan, 2010; Kohler-
Evans, 2006; Minnett, 1998). 
The first component for building a successful teaching team, philosophical 
compatibility and attitudes about teachers’ work, is essential for successful coteaching. 
Teaching styles may differ, but the basic goals for the students must be similar (Minnett, 
1998). Teachers who share similar educational philosophies with their coteaching partner 
feel that this contributes to a successful coteaching experience (Sebastian, 2001). In 
addition, both teachers must be motivated to be part of a team of teachers and maintain 
high expectations for themselves and their students. Coteachers must be highly self-
reflective about their practice and constantly looking for better ways to help students 
learn, and must be willing to adjust their practice accordingly (Minnett, 1998). 
 The second component for building a successful teaching team, thorough 
collaborative planning, is the foundation of the coteaching classroom (Kohler-Evans, 
2006; Minnett, 1998). The team of teachers must do their planning and preparation as if 
they were a single teacher. Coteaching works best when both teachers prepare together 
for all curriculum content. This makes the planning process more labor intensive, but the 
benefits are that both teachers are very knowledgeable about the learning topics from the 
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very beginning. Teachers report that they actually look forward to the planning time 
together (Minnett, 1998). 
 The third component for building a successful teaching team, a spirit of shared 
work, means that coteachers share all professional responsibilities for the class. Joint 
research, preparation, and planning ensure that subject areas are never left for one teacher 
to teach alone. Both teachers need to have a thorough knowledge of what is planned for 
the day, should teach all subjects, and be involved in every part of the school day with the 
students (Minnett, 1998).  
 The fourth component for building a successful teaching team, collaboration in 
the classroom, indicates that coteaching works best when teachers have opportunities to 
nurture their collaborative relationship. Instructors engaged in a coteaching experience 
must be highly collaborative and flexible. They must practice parity. Most teachers who 
have been part of a coteaching team have a positive view of coteaching and believe that it 
benefits students (Kohler-Evans, 2006). According to Gaytan (2010), 
Even when only one instructor is actively teaching, the integrative model will 
reinforce one of the main objectives of team teaching: to assist students in 
achieving a much higher level of integration of new knowledge. To achieve this 
objective, each instructor must effectively integrate the perspectives of all 
instructors into instructional practices leading to a highly desired teaching 
practice: instructors refer to each other in all class meetings, demonstrating 
respect for each other and commitment to the team-teaching learning 
environment. Students become more interested and engaged in the learning 
process, gain a better understanding of instructors’ expectations, and improve 
their own learning outcomes. (p. 84) 
 
When coteachers share compatible philosophies and attitudes about teaching, participate 
in intensive shared planning, and share teaching responsibilities, it contributes to a high 
quality of coteaching that permeates the classroom (Minnett, 1998).  
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The current literature on coteaching in the regular education classroom seems to 
focus on the experience of the teachers in the coteaching partnership. What is missing 
from what we know about coteaching, how it works best, and its many benefits is an 
understanding of the elementary school learners’ experience in the regular coteaching 
classroom.  
 
Experience of the Learners 
 
 Research that places student experience at the center of attention is relatively 
scarce (Rudduck & Flutter, 2000) and yet, Maxwell asserts that children are the “ultimate 
consumers of the educational product” (p. 20). As such, they are central to the process of 
what takes place in the classroom. In a society that respects the market and the consumer 
it seems strange that students have not been seen as consumers worth consulting 
(Maxwell, 2006). Rudduck and Flutter suggested that the current movement to reform 
schools provides teachers, researchers, and policy makers with a common context and 
purpose for addressing the issue of students’ perspectives. 
Students are capable of reliably reporting their experiences and views as 
learners in the classroom (Maxwell, 2006). Tuning in to what they say can 
provide important information about practices in school. Students’ views about 
school should be sought for and listened to because they have a right to “receive 
and make known information, to express an opinion, and to have that opinion 
taken into account in any matters affecting them” (Maxwell, 2006, p. 20).  
Teachers have to be able to know a lot about their learners as well as their 
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curriculum (Darling-Hammond, 1997). Noddings (2004), an enduring advocate 
for student voice, wrote about the value of listening to students and the influence 
students can have on teachers, saying, “When we listen to them, we learn what 
they are going through, and this knowledge can be used to shape what we do in 
teaching” (Noddings, 2004, p. 154).  
 Valuing the perspective of the learners in the classroom sends a message 
of caring and genuine concern for each student (Noddings, 2004). In this way, 
teachers build a sense of community by bonding with their students, as well as 
nurturing tolerance and acceptance among students. Teachers convey a supportive 
attitude that allows students to feel comfortable and safe in the classroom. In a 
caring environment, students will get the message that it is okay to take risks and 
to make mistakes (Bloom, Perlmutter, & Burrell, 1999). 
More recently, The National Council of Teachers of English (NCTE) 
dedicated an entire journal issue to the theme of honoring student voices. In this 
issue, the editor, Wilhelm (2011), makes a case for a teacher-researcher inquiry 
approach that requires listening to students. Wilhelm states that through this 
listening approach teachers learn from their students how to best teach them, 
referring to students as “the most powerful data sources available to make us 
better teachers” (p. 49).  
The Economic and Social Research Council (ESRC) in London developed the 
Network Project as part of their program for consulting students about teaching and 
learning (Fielding, 2001). Altogether, schools across the country worked with researchers 
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on six different projects (Fielding, 2001). In one of these projects, students at Wheatcroft 
Primary School in Hertford were involved in developing a new framework for a caring 
learning community in which “the voices of pupils and the voices of teachers listen to 
and learn from each other in ways which are not only vibrant, challenging and 
productive, but joyful” (Fielding, 2001, p. 1). Ben, a student at the school, wrote: 
It is very important to give pupils a say because they are the ones that get taught 
and come to the school. It could make learning better for children if they get to 
say what they think is best. (p. 52) 
 
In summary, a review of the literature suggests coteaching can be a successful teaching 
delivery option. The literature also suggests that the voices of the learners in the 
classroom are an important and oft underutilized source of information about what works 
in schools. This study seeks to listen to the voices of the learners in order to gain their 
perspective and reveal their lived experience in a coteaching classroom.  
 
 
 
 
19 
 
 
CHAPTER III 
METHODOLOGY 
 
Context 
 
 As principal of the campus laboratory school in which this research took place, I 
had a close working partnership with the department head of the school of education at 
the partner university. When I proposed the idea of piloting a coteaching model in one 
classroom at the school, she was willing to give it a try, but stipulated that a study would 
need to be done to evaluate the use of a coteaching model. This opportunity seemed tailor 
made for my doctoral research. I have worked closely with both teachers in a professional 
capacity for a number of years. I had been an instructor for the university education 
department and, therefore, knew the preservice teaching program well and what the 
expectations are for laboratory school teachers to model best teaching practices in the 
classroom. As school principal, I was onsite every day, which provided ease of access to 
the setting for this study. 
 Participants for this study were purposefully selected from a class of 27 white 
Caucasian students enrolled in a fifth-grade classroom at a charter laboratory elementary 
school in the western United States. The two teachers, Amy and Pat (pseudonyms), were 
veteran teachers with more than 40 years of combined teaching experience. At the time of 
this study, Amy was a full-time elementary school teacher at the school and also taught 
one class as an adjunct instructor for the university. Most recently, Pat was working as a 
full-time university instructor, but she had been a teacher at the school previously. The 
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two teachers planned to more or less share both jobs. Amy would do less elementary 
school teaching and more university teaching, and Pat would do less university teaching 
and more elementary school teaching (see Appendix D for Teacher Informed Consent).  
 Together they worked out a schedule for fall in which one taught on Mondays and 
Tuesdays, and the other taught on Wednesdays and Thursdays. On Fridays both teachers 
were usually there all day. Occasionally they split Friday with one teacher having the 
morning and the other teacher having the afternoon. In the spring, which is when the 
observations for this study took place, the teaching schedule changed so that Amy taught 
in the mornings and Pat taught in the afternoons every day. This change took place to 
accommodate the university class schedule. During spring semester, the two teachers 
decided that Pat would take on more of the college teaching responsibility. There were 
still times when the two teachers’ presence overlapped, but this occurred even less often 
than it had in the fall. 
Each teacher had responsibility for certain curriculum content. Amy taught math 
and science and some writing, whereas Pat taught social studies and reading/language 
arts. The coteachers met together regularly to collaborate and plan together. They made 
specific efforts to convey to one another and to the students in the classroom an attitude 
of mutual respect. Both teachers also had additional teaching responsibilities in the 
education department on campus. When they were not present in the classroom, they 
were teaching college classes and taking care of related duties with preservice education 
students. This arrangement had a significant impact on the amount of time each teacher 
was available to spend with the fifth graders.  
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This teaching partnership had some of the elements of coteaching, but because 
both teachers were not in the classroom together for the majority of the week, this 
arrangement was considered predominantly a job sharing teaching model. As stated 
earlier, the definition of job sharing in an education setting is when two teachers split 
their work week to oversee one classroom (Blair, 2003). This description seems most apt 
to describe the amount of time each teacher spent in the classroom, whether alone or as 
coteachers. 
 
General Method 
 
 As stated in the introduction, phenomenology was the theoretical lens through 
which I viewed the data for this study. However, phenomenology is a research method as 
well as a theoretical lens and was, therefore, the research method used for this study. A 
phenomenological methodology made sense for this study because at the heart of it is an 
in-depth questioning of a lived experience that seeks to reveal the voice of the learner. To 
describe the meaning of a lived experience is an interpretive process mediated by the 
researcher. Interpretations are revealed through text or some other symbolic 
representation. Phenomenological text is descriptive “in that it names something. And in 
the naming, it points to something and it aims at letting something show itself” (van 
Manen, 1990, p. 26).  
 Qualitative research seeks to examine life experiences by systematically 
collecting and analyzing narrative materials in such a way that ensures the 
trustworthiness of the results. Methodology links a particular philosophy to the 
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appropriate research methods and bridges philosophical ideas to practical and applicable 
research strategies. The primary focus of this research was to gather data regarding the 
perspectives of learners about the phenomenon of having two teachers in their classroom.  
 In conducting this research, I remained true to phenomenological theory and 
research methods by focusing on the experience of the learners in this classroom. By 
carefully and purposefully looking and listening, I discovered the truth of the students’ 
everyday lives at school. 
 
Data Gathering 
 
 In an effort to minimize issues of validity that might be present in a single data 
source or method, qualitative researchers depend on a variety of methods for gathering 
data (Glesne, 1999).  In the case of this study, data was gathered using a variety of 
methods and sources. Specific methods and sources used for gathering data included 
classroom observations, images students were asked to create, interviews with selected 
students, and interviews with both teachers.  
 
Classroom Observation 
Though I had hoped and intended to see both teachers teaching together some of 
the time, during each of my scheduled observations I saw only one teacher teaching. The 
other teacher may have been present and working in the office near the classroom, or 
perhaps be somewhere else in the school, but I did not observe both teachers teaching 
together at the same time. Nevertheless, I know there were times the two teachers taught 
together because of the data collected from other sources, including the student 
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interviews and the teacher interview 
As an observer, I visited the classroom once a week over the period of a month. 
For each observation I was in the classroom for about an hour. I visited in the morning 
and again in the afternoon on the same day. I recorded my observations in a spiral 
notebook for later transcription. As a participant-observer, my goal was to “carefully 
observe, systematically experience, and consciously record in detail the many aspects of 
the classroom situation” (Glesne, 1999, p. 52). I read and reread my notes in between my 
observation visits to remind myself to focus on details as recommended by Glesne 
including, but not limited to, the physical appearance of the classroom, who was present, 
student behavior, teacher behavior, explicit and implicit rules, regulations, rituals that 
described how the group worked, and what students said to each other.  
 This was in the back of my mind while I was observing. Because I was interested 
in the perspective of the students, I made a conscious effort to notice their attitudes and 
behavior. I have spent so much time observing in classrooms to evaluate teacher 
effectiveness. It required an effort on my part to avoid focusing most of my attention on 
the teacher, as that is what I would normally do during a teacher evaluation. During the 
observations, I was watching particularly for some key event to use as a focal point for 
the student interviews.  
 After observing each teacher on four separate occasions, I noticed that my 
observations were yielding pretty much the same data each time. My initial plan was to 
watch for a shared classroom event or critical moment to use as a focus for the students’ 
drawings. When I did not observe such an event during my observations, I sought advice 
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from my peer reviewer—a trusted colleague who recently completed her own doctoral 
work. Because we have worked together on other projects during our doctoral 
coursework, I have both heard and seen the quality of her work. She helped me regain my 
perspective, stay focused, and to make adjustments.  
 Together we concluded that what I was seeing in each of the observations was 
consistent and representative of the way things normally were in the classroom with each 
teacher. For instance, each time I observed in the classroom I saw students engaged in 
similar activities, such as science in the morning and reading or social studies in the 
afternoon. Teachers and students seemed to be following an established schedule wherein 
the topic or the discussion might vary, but the basic interactions did not. It seemed 
appropriate to proceed to the next step, which was having the students produce the 
images. 
 
Student Images 
To understand the students’ lived experience, the researcher must create an 
environment in which students feel safe and comfortable to express their thoughts and 
emotions openly (Zambo & Zambo, 2006). One method is through drawing. Leavy 
(2010) asserted that visual imagery was not a window into the world, but a created 
perspective. Researchers can use image-based techniques to get students to represent 
what they know, feel, and think about what they know—and to help them to talk. Cubist 
painter, Pablo Picasso, said that “painting is just another way of keeping a diary” (Leavy, 
2010, p. 75). Researchers have used drawing to get at the inner thoughts and feelings of 
children when traditional qualitative methods do not yield what the researcher is after 
25 
 
 
(Leavy, 2010). Le Count (2000) said that drawings allow adults working with children to 
understand them “from the inside out” (p. 20) because they are able to express their 
emotions in a way that they might not be able to articulate. 
 When utilizing participatory visual arts-based methods the issue of aesthetics 
becomes important. For example, the fifth-grade students involved in this study were not 
trained artists. Therefore the aesthetic quality of their images took a back seat to the other 
advantages of the methodology. Even though these images were produced by amateurs, 
they still conveyed powerful representations of students’ emotions and multiple meanings 
of their lived experience in the coteaching classroom (Leavy, 2010).   
 The students in this fifth-grade classroom were asked to create an image that 
represented their lived experience in the coteaching classroom. Six of these students were 
then selected using previously developed criteria, which will be explained later in this 
chapter, and asked to talk about their image and explain in detail how their picture related 
to their experience. In this way, their drawings became data as well as representations of 
data. With this approach, the student images served as a jumping off point for dialogue in 
the form of interviews. 
 Young students know more than they realize (Burnard, 2000). Certainly they 
know more than the researcher does about what they know. As the researcher, I made the 
simple but important step of using novel instruments with which to conduct interviews 
with these students. This kind of evidence gave me very convincing insights into 
students’ perspectives. Not surprisingly, Noe (2000) suggested that art can be a useful 
tool for phenomenological research.  
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Students had 1 hour to complete their drawings. I instructed students to add as 
much detail as possible and to fill the whole space on the 8.5” x 11” paper. They were 
given the option to make more than one drawing, and had the choice to add color if they 
wanted. I pointed out to the students that not everyone’s drawing would look the same, 
that some of them might draw one event or several, and that their drawings might be 
arranged in time order or in order of importance to them. In other words, I stressed 
flexibility and choice in an effort to make the activity engaging, personal, and meaningful 
for each student. 
Students wanted to know if they could write some words on their drawing. 
Because I was interested in the nonverbal details an illustration would provide, I told the 
students that they could use words as labels, but that most of their story should be told 
using pictures. I had students use white drawing paper and fine-tipped black sharpie 
markers so that their images could be successfully photocopied. I set the expectation that 
the room should be quiet so that students could concentrate and be very thoughtful about 
their year and what they wanted to include in their drawings. They were asked to remain 
in their seat the entire time and to read quietly when finished. At the end of the period I 
thanked the students for their efforts and collected the drawings. Later the students’ 
drawings became part of a set of established criterion used to select students for 
interviews. Participants’ drawings were chosen that best matched the criteria.  
 
Interview Selection 
From my observations I had formed an idea of what I was looking for in interview 
participants. I wanted to interview students who seemed typical as well as students who 
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seemed atypical. I knew that I wanted to select; (a) some boys and some girls, (b) some 
students who had strong academic performance and some who were more average or 
even below grade level, (c) some students with an outgoing personality and some who 
seemed more quiet or reserved, (d)  some students who were more popular and some who 
seemed less so, and (e) I was looking for something in the student’s drawing that stood 
out or set the drawing apart from the others in some way. After careful and thoughtful 
consideration using the established criteria, six students were selected for student 
interviews; four girls and two boys. Using pseudonyms, a brief description of each 
student and the reasons they were selected for an interview are included below. 
Following each student’s description is a full image of their drawing. This information is 
also summarized in Table 1.  
 
Table 1 
 
A Brief Description of Each Student and the Reasons They Were Selected for an 
Interview 
 
Student Gender 
Academic 
performance Personality Social status Student drawing 
Karen Girl Above average Conscientious, 
calm, reserved 
Well-liked, a few 
close friends 
Included events outside 
of school 
Maggie Girl Average Cheerful, out-
going 
Joined class late Creative, used speech 
bubbles 
Penny Girl Above average Articulate, 
mature, caring 
Respected, 
interacts well with 
all students 
Wanted to know about 
“V-Day with teachers,” 
heart-shaped balloons 
Charlie Boy Average Quiet, not the 
center of attention 
Accepted and 
included 
Drew more events than 
most 
Kyle Boy Below average, 
special education 
student 
Precocious, out-
spoken 
Considered a bit 
odd. Has unique 
perceptions 
Looked like he had 
drawn just one key event 
Greta Girl Average Silly, funny, 
athletic  
Good at sports Switched classes, joined 
the class late, might have 
a unique perspective 
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small private room where we were not disturbed or interrupted. According to Fine and 
Sandstrom (1988), participants at this age have developed a sense of self separate from 
their families. They are exploring ways to establish their own society beyond the bounds 
of family and the classroom. They are beginning to exercise their rights to privacy. The 
implications for my research were that the participants may tell me about themselves, but 
they may be careful or try to control what they say (Fine & Sandstrom, 1988). 
 Because my role in the lives of these students was not only one of researcher but 
also their school principal, I may have had more access to their lives at school than others 
would. The students knew me and were accustomed to seeing me frequently in their 
classroom and in other places in the school. However, these preadolescent students might 
have been reluctant to be honest with me with their thoughts and feelings about the 
coteaching experience. They were not familiar with this type of interaction with me, and 
they may have felt pressure to give me the “right” answer in order to please me. To 
address these issues, during the interview I spent some time initially in informal 
conversation to set the student at ease. Rather than sit directly across from the student, 
which may have been perceived as a position of power and authority, I sat next to the 
student at the corner of a table. I assured the student that anything they talked about with 
me in that setting would not affect their standing in their classroom or in the school.  
  Interview questions focused on the students’ images of their experience of having 
two teachers in the classroom all year. While students recalled each event, they were 
allowed to reflect and to talk without interruption from me. I asked follow-up questions 
to probe for clarification, additional insights, and information (Prosser, 1998). 
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Coteacher Interview 
Prior to beginning this study it was determined that a spiral notebook would serve 
as a reflective journal to be used by the coteachers as a communication tool to keep one 
another informed about happenings in the classroom. The notebook was to sit on the 
corner of the teachers’ desk in their office so that it was readily available and accessible. 
The reflective journal was meant to document the academic, instructional, behavioral, 
and social developments in the classroom.  
 Because both teachers were not always present at the same time, the journal was 
to provide a vital link for responsive dialogue and collaboration between the coteachers. 
The reflective journal would be made available to me as researcher. Being able to read 
about the classroom experiences from the teachers’ perspective would have added 
another important dimension to understanding the students’ lived experiences.  
 However, this did not take place. The coteachers quickly realized that keeping a 
hand-written journal was unrealistic due to time and scheduling constraints. The teachers 
found that they were together often enough for collaborative planning so that the dialogue 
that would have been written in the journal was taking place verbally through their 
conversation. It seemed appropriate to replace the reflective journal with a joint teacher 
interview in order to learn about the classroom experiences from their perspective. This 
interview lasted about an hour and was conducted just after the school year ended. The 
interview was recorded and transcribed and member checking was performed.  
 I did not use a scripted list of questions for the coteacher interview. Rather, I 
opened our conversation by suggesting that the coteachers tell me about their overall 
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experience with coteaching that year and what they thought the students’ experience had 
been. The dialogue evolved naturally as the teachers related their views and experiences 
of coteaching. As the interview progressed, I asked questions for clarification or 
elaboration on topics the teachers initiated. At one point I asked the coteachers to 
describe the methods of communication that worked for them in place of the hand-written 
journal they had intended to use. I also asked the two teachers to describe their 
professional relationship and what influence it had on the coteaching experience for the 
class. 
 
Data Analysis 
 
 Since qualitative data analysis does not provide any fixed formulas or cookbook 
recipes to the researcher, much depended on my own way of thinking about the data 
(Yin, 2003). As I analyzed the collected data, I watched for patterns and themes that may 
emerge. I used both comparative and thematic analyses as I moved backwards and 
forwards between transcripts, memos, notes, and the research literature. I read and reread 
each data source multiple times. Gradually, I began to identify consistent and recurring 
themes. After identifying the important themes, I used color coding to categorize the 
relevant talk from the data to support the themes. The data collected from the student 
images, the classroom observations, and the interviews was stored in a database in a 
secure room. 
 Glesne (1999) said, “Data analysis involves organizing what you have seen, 
heard, and read so that you can make sense of what you have learned. Working with data, 
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you describe, create explanations, pose hypotheses, develop theories, and link your story 
to other stories” (p. 130). To begin the analysis process, I kept a reflective field log for 
recording descriptive notes following each observation and interview. Glesne wrote, 
After each day of participant observation, the qualitative researcher takes time for 
reflective and analytic noting. This is the time to write down feelings, work out 
problems, jot down ideas and impressions, clarify earlier interpretations, speculate 
about what is going on, and make flexible short- and long-term plans for the days 
to come. (p. 59) 
 
My field notes captured thoughts, questions, and ideas when they occurred. In my log I 
jotted down possible emerging themes, issues, coding schemes, and periods of 
subjectivity that I could use throughout and in the final reporting of the study. In my 
reflective field log I reviewed the work I had done, the problems or questions I had, and 
ideas to solve or answer them. For example, at one point during a classroom observation I 
wrote this in my field log. 
I realized early on that it would be hard for me not to be evaluative during my 
observations! I have to make a conscious effort not to do so. My professional role 
has long been to supervise and evaluate students and teachers. It seems to be 
almost instinctive for me now when I visit a classroom. 
 
Noting this in my journal reminded me to keep my focus on observing the phenomena for 
my study while I was in the classroom. I would read and reread this entry each time I 
added notes to my log. Doing so helped me resist my tendency to evaluate the teachers 
while I conducting my research for this study.  
 My first step in the analysis was to use a pencil to underline key words and 
passages that I wanted to remember or refer to later. In the margin next to these key 
words and passages I labeled or summarized each one with words such as “students 
working together,” or “student attitudes,” or “about the two teachers.” Later, these margin 
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notes helped me to recognize patterns and identify the prevailing themes in the data that 
seemed most applicable to the study.  
 As I worked, I continued to write my thoughts and impressions in my field log. 
These notes took the form of a list of key ideas I noticed in the various data texts, 
connections I made to the research literature, and my own impressions and opinions 
about what I was reading. This list was instrumental in helping me to crystallize my 
thinking and find my focus for the important themes in this study. Making this list 
revealed to me the key patterns and themes emerging from the data. I include it here 
because this list illustrates and summarizes my process for analysis. The items on this list 
are in no particular order, are not necessarily complete thoughts or sentences, and not all 
of the ideas were necessarily included in the findings. In this case, it was the process that 
was important. 
 I learned more from student images 
 Students can represent what they want to say through drawing—it helps them 
express it 
 Students do have a voice 
 Coteaching works best when teachers get along 
 Coteachers model for students the attributes of a caring classroom 
 Relationships matter more to students than other things 
 Students can tell when teachers care 
 Students would have liked teachers both in the classroom together more of the 
time 
 Students feel safe and willing to risk 
 School is fun 
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 Working together—collaboration, student with student, teacher with student, 
teacher with teacher 
 
After careful analysis and thoughtful consideration of the data from all sources for this 
study, three themes emerged. These are; (a) the two teachers themselves, (b) the other 
students in the class, and (c) the class trip to the science school. 
 My next step was to use three different colored highlighting pens to code the key 
words and passages I had marked in the text from each of the data sources. Each color 
represented a different one of three themes. A green highlighter was used to mark 
passages that supported the theme about the two teachers, a pink highlighter was used to 
mark passages that supported the theme about the students in the class, and an orange 
highlighter was used to mark passages that supported the theme about the class trip to the 
science school. It was relatively easy, then, to locate and include the relevant highlighted 
text from each data source when I described each of the three themes. 
In analyzing the student-drawn images for this study, I did not decode or attempt 
to translate the images, but used the information that the images provided as “a bridge 
between the visual and the verbal” (Leavy, 2010, p. 217). The student images were used 
as a jumping-off point for talk during the student interview. During the interview, the 
student’s drawing remained on the table as a visual reference. Students were asked to 
explain or clarify the images and the event or idea each image represented. In some cases, 
I asked the student’s permission to use a pencil to make brief notes on their drawing for 
my own reference and clarification later on. These notes are visible as additions on the 
students’ images. I used the information from the images to further refine the important 
themes emerging from the collective data sources.  
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Trustworthiness 
 
 To ensure that the data and conclusions from this study were trustworthy, I 
employed three methods: researcher bracketing, member-checking, and peer debriefing. 
Each is discussed in turn.  
 
Researcher Bracketing 
Three basic assumptions explain the limitations of this study and also provide the 
foundation for my attitude toward the participants (Burnard, 2000). First, all children are 
smart. They know what works in their world and what does not. The only way for me to 
get as smart as they are about their world is to learn from them. Second, all children make 
sense. Behavior or attitudes that seem confusing to the observer make perfect sense to the 
children. The only way for me to understand and make sense of their behavior is to listen 
and observe very carefully. Third, the participants for this study were considered my co-
researchers, not of the project as a whole, but of their own lived experiences.  
 As the researcher, I hold explicit beliefs and I cannot be detached from my own 
background and biases and should not pretend otherwise. I am very interested in the 
discovery of the effectiveness of the coteaching technique with students. My own 
experience with this model may have led me to data that supports my own hypothesis. I 
may have heard what I wanted to hear and may have seen what I want to see. I addressed 
researcher bias by continually exploring my own subjectivity. Researcher subjectivity can 
be seen as bias and something to be avoided. In contrast, Peshkin (1988) asserted that 
subjectivity “can be seen as virtuous, for it is the basis of researcher’s making a 
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distinctive contribution, one that results from the unique configuration of their personal 
qualities joined to the data they have collected” (p. 18).  
 By writing both before and after my interviews and observations, I was able to 
address preconceived opinions and reflect upon my subjectivity. Reflection and analysis 
helped me to develop questions and understand the patterns and themes of this study. I 
conducted multiple informal observations in this fifth-grade classroom at different times 
and on different days so that each of the two teachers was observed working with the 
students.  
 
Member Checking 
To further validate the findings, I performed member checking with the student 
participants during the interviews by echoing what the students said and by clarifying 
their responses to the interview questions. An example of echoing and clarifying student 
responses occurred in my interview with Cole. 
ME: What are these other drawings? It looks like– Is that a skull? 
COLE: No, that’s supposed to be a lake. 
ME: Oh, that’s a lake. 
COLE: Yeah. 
ME: Are you swimming in the lake? 
COLE: Um, no, that’s the trail to the lake. 
ME: That’s one of the hikes that you did? 
COLE: Yeah. 
Following the interview with the two teachers, I sent each teacher an electronic copy of 
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their joint interview transcript and gave them the opportunity to verify, change, or make 
additions to the interview. The email reply I received was that the transcript “sounded 
fine.” Member checking with both the student participants and the coteachers allowed me 
to more accurately capture their thoughts and beliefs regarding their experiences.  
 
Peer Debriefing 
I also worked with a peer debriefer—a colleague who recently completed her own 
doctoral work. Because we have worked together on other projects during our doctoral 
coursework, I have both heard and seen the quality of her work. I trust her advice and 
perspective. She had valuable experience mentoring graduate students through the 
proposal process as she was the university distance learning endorsement coordinator for 
2 years. The courses she taught included segments on how to write and evaluate a 
literature review, as well as how to write a proposal and evaluate learning outcomes. Her 
successfully defended dissertation was a qualitative case study and included several 
unique methods of evaluating her data. These methods closely match what I feel would 
be effective in my own case, making her experience of value to me. In a meeting one day, 
I mentioned this arrangement to the department head who worked with my colleague. 
The department head’s response was that my colleague was an excellent choice to fill that 
role.  
 Lincoln and Guba (1985) asserted that the ultimate purpose of peer debriefing is 
to enhance credibility, or truth value, of a qualitative study, by providing an “external 
check on the inquiry process” (p. 301). This is a good idea because of the subjective 
nature of qualitative research. As the researcher, I realize that I bring a particular set of 
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knowledge, skills, and values to this research endeavor. The peer debriefer helped me to 
see these unique characteristics as tools for my research and understand how my 
subjectivity affected my research. We communicated approximately every two weeks 
during the data collection process to review progress and discuss next steps. 
 Working with a peer debriefer was invaluable to me as a researcher. Each time we 
met to discuss my research I approached the meeting feeling a bit uncertain about the 
progress and unsure of how to proceed. Each time I left our meeting with a clear mind 
and a sense of renewed purpose. The most noteworthy example of this was mentioned 
earlier in this report. I was doing regular classroom observations and seeing the same 
things each time. I was getting worried that I would not find a key event on which to base 
the student images and interviews. My peer debriefer listened to my lament and said, 
“But Janet, this is a good thing! This tells you that what you are observing each time is 
typical of what takes place in the classroom on a daily basis.” As we continued to talk, a 
weight was lifted, and I realized the study was progressing in a good way.  
 In this chapter, a detailed description of my research methodology has been 
presented. First, I described the context for this study. I then explained the theoretical 
perspective that guided the analysis for this research and the study design. Data gathering 
methods for each data source were detailed, followed by a description of the analysis 
process and procedures used. Finally, issues of trustworthiness were considered. 
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CHAPTER IV 
FINDINGS 
 
 The purpose of this study was to discover the perspective of the learners in this 
classroom and their experience of having two teachers. An analysis of the data collected 
for this study revealed that each data source had its own story to tell. When I considered 
all the stories together, I developed three theories:  (a) students can give voice to their 
lived experience using an image-based interview technique; (b) the ability of coteachers 
to get along with each other is an important aspect of students lived experience in the 
coteaching classroom; (c) another aspect of the lived experience of students in the 
coteaching classroom is learning the ethics of the caring classroom from their coteachers. 
In this chapter, I discuss each of these theories in turn and how they were supported by a 
synthesis of the data collected for this study.  
 In discussing the data that supports these three theories, it is first important to 
establish which specific type of coteaching was used in this classroom. As mentioned in 
Chapter III, the coteaching model in this fifth-grade classroom was most accurately 
defined as job sharing (Mumford, 2005), with some elements of team teaching added 
(Cook & Friend, 1995). The reader will recall that in the job sharing instructional 
delivery option, two teachers divide their workweek to oversee one classroom (Blair, 
2003). According to the data collected through observations, student interviews, and the 
teacher interview, the job sharing label best describes the teaching format used in this 
fifth-grade classroom. The following note from my journal confirmed this when I wrote, 
“I observed both teachers on four occasions” and also, “I noticed a difference between 
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the instruction in the morning taught by Amy and the afternoon taught by Pat” inferring 
that the teachers were not there together during my observations. I know there were times 
that they were both present and teaching together because of the data collected from other 
sources, including the student interviews and the teacher interview. For example, during 
the interview with the coteachers they commented that they felt the students would have 
liked it if both teachers were there at the same time more often. This comment further 
validates the conclusion that job sharing is the most fitting label for this teaching model. 
 Further support for the finding that the teachers were using a job sharing model 
was found in the student interview with Charlie. In his interview, Charlie said he really 
liked it when both teachers were “there together at the same time” and that he wished 
“they were both there the whole time.” As Charlie’s comment indicates, there were times 
when both teachers were there together at the same time sharing the responsibility for 
instruction. When this occurred, both teachers shared the instruction of students and took 
turns leading discussions, role playing, or modeling appropriate ways to ask questions 
(Cook & Friend, 1995).   
 
Students’ Lived Experiences 
 
Students can give voice to their lived experience using an image-based interview 
technique. Students do have something to tell us if we listen. The use of student drawings 
was very effective in helping me discover what students had to say about their coteaching 
experience in three distinct ways. First, using the students’ images as part of the student 
interviews helped me decide what questions to ask each student. Second, using the 
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 Our conversation about this image let me know that Kyle had drawn it because 
science is important to him. His experiences in the science lab with his classmates were 
one of his key events from that year in school. I added the labels above the rectangles as 
notes to help me remember what they represented. 
Me:  Tell me what we’re looking at here in this picture. 
Kyle:  This is Ms. Amy. (Pointing to the stick figure next to the larger rectangle.) 
Me:  She looks kind of mad. Is she mad? 
Kyle:  Yeah, cause we always talk sometimes. 
Me:  Oh, she’s telling you all to be quiet? 
Kyle: Yeah, she’s sorta like, “Dang.” And this is her teaching us science. 
Me:  And these are students at the tables?  
Kyle:  Yes.  This is that box container that carries all the supplies.  
Me:  Why did you choose to draw about science down in the lab? 
Kyle: ‘Cause we were doing electricity that day and I really liked it. 
Me: What did you like about it? 
Kyle:  ...cause I want to try and be a mechanical engineer one of these days. So I 
really like science. It’s like my favorite subject. 
 
Using the students’ images as part of the student interviews also helped me avoid 
misinterpretations. The students’ and I both referenced their drawings throughout the 
interview process. In this way, students had the opportunity to clarify, or more fully 
describe the key events represented in their drawing. One example of the way the 
students’ drawings helped me avoid misinterpretations occurred during my interview 
with Kyle. Overall, Kyle’s drawing was a bit confusing and difficult for me to decipher 
(see Figure 12). I was curious to know which key event or events he had chosen to 
represent and I wanted to understand his particular experiences in the classroom.  
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 Further support for the finding that having the coteachers get along with each 
other was an important aspect of the students’ experience was found in the data collected 
from the interview with the coteachers. The interview was conducted with both teachers 
together. I wanted both of the teachers together in the interview so that they could play 
off of one another’s comments and reflections about the coteaching experience. Amy and 
Pat share a similar educational philosophy and teaching style which made it easier for 
them to collaborate. They were both very respectful and openly caring of the other. Even 
their personalities are similar; congenial, easy-going, and good-natured.  
 I could see during the teacher interview that Amy and Pat got along well with 
each other. They agreed on most issues, but if they did not agree, they expressed their 
difference of opinion in a respectful way. At one point Amy told me that “On the days we 
didn’t see each other, we were either texting each other or talking on the phone” and that 
“There was daily communication in multiple forms” between the two of them.  
 Amy and Pat have been friends in and out of school for a number of years. During 
the interview I asked them to tell me whether the year as coteachers had any impact on 
their friendship. Both teachers reported that even though the coteaching experience was 
“Not without its problems,” after the year as coteachers they are still friends, even closer 
friends than they were before. Pat said this was because “They shared kids.” Amy added, 
“Yeah, and I think part of it, too, is that our friendship is what was able to help us keep an 
open dialogue, because we talk so much to each other anyway that it just fell naturally 
into place.” 
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Ethics of the Caring Classroom 
 
In this section, I first describe the behaviors and attitudes of the coteachers 
themselves that support the finding that the coteachers were modeling the ethics of a 
caring classroom for the students. Then I describe what the students said and did to 
indicate that they had learned the ethics of caring from their coteachers.  
One way that both coteachers modeled the ethics of a caring classroom for the 
students was through consistent delivery of the same message of classroom democracy 
and respect for all class members. I often heard each teacher respond to students’ 
comments by saying something like, “Thank you, John, that’s right.” During work 
periods, teachers would circulate and offer assistance or check for understanding. When 
students had questions, the teachers listened thoughtfully and with full attention to 
students’ questions and took the time to offer a thorough explanation.  
 During one observation I saw Pat model the ethics of caring. Students were 
reading independently, and Pat told the class that they were doing a very nice job. In my 
notes I wrote that “Pat is thoughtful, respectful, gives praise, and passes out tokens.” 
 I observed an example of the way Amy modeled the ethics of caring one day just 
before students were to go to the science lab. She reminded students of her expectations 
for their behavior by asking the class, “Have you been doing your best in science lately? 
How many would you give yourself out of five?” Students answered in unison, saying, 
“Three.” Amy asked, “What do I expect?” And the students said, “Five.” Amy prompted 
further, “And what should you expect?” All of the students said, “Five or Six.” 
 Another example of the way each coteachers modeled the ethics of a caring 
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classroom for the students was found in the interview with the two teachers. Pat and Amy 
talked about how, at the beginning of the school year, the students were not unified. 
Those who had been in fourth grade together stuck together; creating sort of an ‘us and 
them’ atmosphere. Amy’s comment was, “I think that with both of us there, they could 
see that, you know, you don’t belong to one teacher or it’s not an exclusive club what 
teacher you’re with.” One example of this was the experience of a boy in the class who 
had been an easy target for teasing. He wore thick dark glasses and was considered a bit 
of a nerd. He just did not fit in and wasn’t accepted well by the class. In the words of the 
coteachers, 
Pat:   Something happened right about that time that I think was very important 
that set up some things that happened further down the line, and I think 
that’s how we dealt with James and how he was being teased. 
Amy:  James was an easy target, but the science trip changed that, and 
unfortunately, he moved right after that. 
Pat:  It had started to change before we went on the science trip, but the science 
trip cemented it. I mean, we had set down the “This will not happen” type 
thing before we went. 
 
It was not long, the teachers said, before the students were so unified that “Getting a good 
seating arrangement was almost impossible because they were always next to a best 
friend that they would talk to. And it didn’t matter whom you put them by. It was 
interesting—boys, girls. It didn’t matter.” 
A community of caring was also modeled by teachers and learned by students 
during the class trip to the science school. Both teachers agreed that the trip really helped 
establish the foundation for a community of caring for the entire class. They felt this 
experience set the tone for classroom relationships for the rest of the school year. 
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Amy:  Yeah, really, because the last day-the last night we were at science camp, 
we sat in a circle and students shared and said thank-yous, and it was so 
powerful. I’m not sure any of them were dry-eyed.  
Pat:  One boy spoke up and started to say something, and he said “I don’t 
usually cry in public,” and I said “this isn’t public, this is family.” And I 
think if I hadn’t said it, somebody would, but from then on, that’s what 
they would always say when someone started to cry, too. 
 
Amy and Pat felt it was important that the students knew there was consistency between 
the two teachers in the area of class rules and the expectations for students’ behavior. 
They knew that teachers who care about their students are fair, firm, and consistent. 
Caring teachers also maintain high expectations for students. In this way these two 
teachers modeled the ethics of a caring classroom. The following excerpt from the 
coteacher interview supports this finding. 
Amy:  I think one of the first things that, you know, the kids needed to know was 
that we were not like divorced parents where, you know, one of them has 
custody one week and one the other and therefore, there are different rules. 
There were the same rules no matter what. If Pat told you “No,” Amy will 
know about it, or if Amy told you “No,” Pat will know about it, and we’re 
not your parents, you can’t play us against each other. You will be busted 
every time. 
Pat:  They tried that. A lot. 
Amy:  And they tried it. At the beginning. 
Pat:  They didn’t do it at all at the end. Not at all. Ever. 
Amy:  Mm-hmm. 
Pat:   It was an interesting thing to watch happen because it didn’t take very 
long. It really didn’t take very long. 
 
Students observed the interaction of their two teachers when they were both in the 
classroom together. They also observed the way each teacher talked about their partner 
when they were not in the classroom together. Students learned an ethic of caring through 
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the example of their coteachers in the way they interacted with each other and in the way 
they modeled respect for one another. 
I think the students saw us work together very closely.... I don’t know that we 
ever had any disagreements in front of them, but there were many times when I 
would say in front of them, I will have to talk to Ms. Amy about it, and then we 
would come back with a solution the next day, so they were seeing negotiation, 
they were seeing those kinds of things constantly.... I think we were modeling a 
lot of the things we were asking them to do. 
 
Pat and Amy reported there were times when they were both present in the classroom, 
and a parent would come in to talk to them. Some of these parents had actually been in 
Pat’s class when she taught fifth grade at the school. Amy said that when those parents 
came in she would defer to Pat because those parents had such an amazing relationship 
with her. Amy thought it was “really neat” for those parents to see that, “The love and the 
education they got, their child was now getting.” 
 Finally, the coteachers established a community of caring by holding daily class 
meetings. During class meetings the teachers modeled the ethics of respectful listening 
and tolerance for different ideas. I observed Amy hold class meetings in the morning 
sometimes, but usually this ritual occurred right after lunch when Pat was there. Often the 
class meeting was combined with the story Pat was reading aloud to the students. She 
would gather the students on the rug at the back of the room and start to read aloud to 
them. The following excerpt from my field log describes this; “1:15—read aloud on the 
rug—students are quiet and attentive—sitting still, listening.”  
 One of the images Penny drew showed Ms. Pat reading aloud to the students who 
were gathered on the rug at the back of the classroom (see Figure 24). Penny talked at 
some length during the interview about these read aloud experiences. She said that Ms.  
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One day students were in the science lab working in small groups to rotate 
through various experiments dealing with electricity. As I moved around the room, every 
group was on task, brainstorming together, helping each other, and treating each member 
of the group with respect. In my field notes I wrote, “Kids are having fun—-when 
electrical circuit is “interrupted” (role-play) they sort of “buzz” (shaking all over) like 
they’re in shock—very funny and clever. I laughed!”  
 While working with classmates, students were willing to share ideas and consider 
other opinions without causing others to get mad or to be upset. The following 
conversation from a small group during the same day in the science lab illustrates this 
point.  
Let’s try this one.  
Let’s just use this battery holder.  
Okay.  
It’s working—it worked!  
Holy cow! You’re right.  
Good one.  
I need your help.  
Okay.  
I need you to hold the wire. 
Yay! Whole group cheered when the light worked.  
Students were told they had one more minute to work. In unison the students said, 
“No!  We almost got it!”  
 
It did not seem to matter what they were doing or who was in their group; the students in 
this class appeared to be a tight knit and cohesive unit. They were tolerant of other 
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him in a way that was respectful and also preserved his dignity. Here is another example 
from my field notes,  
Overall, this group of students was respectful, cohesive, accepting, tolerant, 
disciplined, and excited to learn. They liked each other. They enjoyed being 
together. They worked well together. Students appeared to feel safe and 
comfortable in the classroom regardless of which teacher was present. These 
students were very different from each other in physical appearance, in 
personality, and in background, but they seemed to genuinely accept one another 
and to really enjoy working together. I think they know that their teachers cared 
about them a lot.  
 
One morning when I was observing in the classroom just before school started for the 
day. About half the class was there and I noted that students were talking as a whole 
group about things they were interested in including motorcycles, last night’s basketball 
game, and even a stage play some of them were in. What was noteworthy was that none 
of the students made fun of something another student said, even when their own 
interests were quite different. In fact, differences were acknowledged and appreciated and 
the students made a genuine effort to listen to each other.  
 On another occasion I observed students practicing a reader’s theater script using 
props they had made themselves. I was impressed by their uninhibited use of expression 
during the reading. Some students even changed their voices to sound more like what 
they imagined the story character’s voice would sound like. As students practiced the 
reading, they coached each other and gave suggestions for improvement to each other, as 
well as compliments and encouragement. One of the students was reading the role of a 
mouse in the story. Whenever he read a part, he changed his voice to sound squeaky and 
high pitched. The other students in his group laughed every time and told him, “That was 
awesome.” After observing this behavior, I wrote in my field log “The students seem to 
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know that their classmates accept them as they are.”  
 Students were tolerant of certain kids who may be a little awkward socially. I 
observed this one day through students’ small group interaction. There was one boy in 
the class whom I noticed particularly during observations because he was frequently off 
task and behaving in ways that drew attention to him, perhaps in an effort to be funny. 
Once, when students were working in groups on science experiments, this boy kept 
singing the alphabet song. Though some may have considered his behavior annoying or 
distracting, perhaps even spoken sharply to him, the two girls in this boy’s group did not 
even ask him to stop. They simply did not react at all, and eventually the singing stopped.  
 Learning the ethics of the caring community from their coteachers was another 
aspect of the students’ lived experience in the classroom. The coteachers in this study 
modeled the attributes of caring themselves, and expected the same behavior from 
students. The students demonstrated that they had learned these ethics through their own 
attitudes and actions in the classroom.  
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CHAPTER V 
DISCUSSION 
 
 In this chapter, I connect the study findings to the literature to answer the question 
about the lived experience of the learners in the coteaching classroom. First, the results 
provide evidence that the use of images can be helpful in learning about students’ lived 
experiences in the coteaching classroom. Second, the results suggest, through students’ 
lived experience, that the teaching approach being studied, predominantly job sharing, 
can be considered a coteaching delivery option. Finally, the voices of the learners in the 
classroom are an important source of information about what works in schools. 
 Figure 26 illustrates how these three elements answer the research question. The 
research question, the students’ lived experience in the coteaching classroom, is found in 
the center of the model. The arrows pointing toward the center from the two outside 
boxes represent input from the students in this study. Leading away from the center is an 
arrow pointing to the middle box. The statement inside the middle box, students’ 
experiences suggest that job sharing can be an effective coteaching model, represents the 
conclusion drawn about the students’ lived experiences based on their input.   
 
Use of Images 
 
 First, the use of images can be helpful in learning about students’ lived 
experiences in the coteaching classroom. The findings support the literature about the use 
of image-based research techniques to help students to represent what they know, feel 
and think about what they know—and to help them to talk (Burnard, 2000; Leavy, 2010,  
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Figure 26. Model illustrating how the elements of the findings for this study answer the 
research question about the lived experience for the learners in a coteaching classroom. 
 
Prosser, 1998). Originally, I thought I would use the talk and draw technique 
recommended by Prosser. In the talk and draw approach, students recall key events in 
their histories while they locate each narration or drawing or image on different bends 
along the length of a winding river where each bend represents an influential incident or 
memory. I chose instead to have students reflect on their experiences and represent them 
in images using whatever format they chose, and to do so prior to an interview. I think 
this variation in my approach to using student images made a significant difference in the 
amount and quality of the data I gathered from the images and from the students during 
the interviews. 
 Having students draw their images before the interview allowed them time to 
reflect on their experiences in the classroom, to consider which events were most 
What is the 
students’ lived 
experience in 
the coteaching 
classroom?
Students can use 
images to relate 
their experiences.
Students’ 
experiences 
suggest that job 
sharing can be 
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significant to them and to decide which events they would choose to represent in their 
drawing. When they came to the interview, they were ready to talk to me about what they 
had drawn. Each student’s drawing became a jumping off point that guided not only the 
questions I asked, but also the experiences they talked about with me.  
The use of images can also be helpful in learning about students’ lived 
experiences in the coteaching classroom because doing so creates a comfortable 
environment in which students feel safe to openly express their thoughts and emotions 
(Zambo & Zambo, 2006). Having the student’s drawing to look at during the interview 
seemed to take some of the pressure off the student. Certainly I was attentive to them and 
looked at them a lot during the interview, but we both also looked at their drawing much 
of the time. I think this shift of focus helped the student to relax and to feel a bit more 
comfortable to talk to me.  
Additionally, the use of images can be helpful in learning about students’ lived 
experiences in the coteaching classroom because the images help the researcher to 
understand the students and what they are trying to express in a way that they might not 
be able to articulate (Le Count, 2000).  Many times during the interview process the 
students had included details in their drawings that prompted my inquiry for more 
information and description about a particular event. This led to more in depth 
conversation which led to greater understanding for me about the students’ experiences. 
The use of images can also be helpful in learning about students’ lived 
experiences in the coteaching classroom because the images convey powerful 
representations of the students’ emotions about their experiences (Leavy, 2010).  The 
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students had a great deal to communicate to me about their experiences in the classroom 
that year. During the interviews, it was evident that drawing the images provided a 
vehicle through which students could represent key moments from the school year and 
express their feelings about those key moments. I believe the use of images produced a 
thicker, richer, more complete picture of the students’ lived experience in the classroom 
than I would have obtained through dialogue alone. 
These findings add to the literature on the use of student drawn images in two 
ways. First, as a researcher, I found the use of student drawn images added an unexpected 
element of novelty and fun to the process of gathering data. The approach was unique 
enough to be engaging and meaningful for most students, too. This was a surprising 
element of the technique that I had not read about in the literature. 
Second, I interviewed only six students, but every student in the class drew an 
image of their experiences in the classroom. Looking at all of these images gave me a 
glimpse of the lived experience of each student in the class; even without interviewing all 
of them. It occurred to me that the images themselves could stand alone as an important 
data source. 
The use of images as they reflect the students lived experience is an important 
source of data for research. Producing the drawings gives students an opportunity to 
reflect on their experiences, and to make choices about which images they will depict. 
This reflection and selection process helps to hone the lived experience to those events 
that are most important to the student. Further, if given sufficient time, students will 
include details in their drawings that encourage a thicker, richer narration during an 
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interview. An added bonus was that the process of using images was interesting and fun 
for both students and researcher. 
 
Job Sharing as Coteaching 
 
 Second, the results suggest, through students’ lived experience, that the teaching 
approach being studied, predominantly job sharing, can be considered a coteaching 
delivery option. In the literature, job sharing was treated as a flexible teaching option, but 
not necessarily as one of the coteaching approaches. Though there were times when both 
teachers in this study were present and teaching at the same time in what is considered a 
traditional coteaching approach, most of the time one teacher taught in the mornings, and 
the other teacher taught in the afternoons. In the literature, this is referred to as a job 
sharing approach.   
 Recall that coteaching is defined as two or more professionals delivering 
substantive instruction to a group of students with diverse learning needs in a single 
physical space (Cook & Friend, 1995). Based on this definition, I would argue that the 
job sharing model used by the teachers in this study can be described as a coteaching 
approach. First, both of the highly qualified teachers in this study were responsible for 
delivering instruction to the class. Second, the students in this classroom had a variety of 
individual learning needs that were being met by both teachers working together. Third, 
the two teachers shared a classroom—a single physical space.  
 But let us take it a step further. Coteaching is more than two teachers merely 
sharing a physical space or jointly planning lessons. It is important to also consider the 
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attitude, or frame of mind, of the two teachers in the coteaching partnership. I believe that 
Pat and Amy saw themselves as coteachers in every sense of the word. They were both 
very invested professionally and emotionally in the welfare and best interests of each 
student in the class. This attitude of caring and concern did not stop when they were 
technically off the clock. Though these two teachers were not together in the classroom 
on a regular basis, they did communicate frequently and in depth about their class. I 
submit that when viewed from this perspective, the job sharing model used by the 
teachers in this study fits the definition of a coteaching approach. 
 School districts that offer a job sharing option sometimes do so for reasons that 
have to do with staying within their budget (Blair, 2003; Mumford, 2005). For example, a 
part time teaching job does not usually include full benefits. By not having to pay teacher 
benefits, the district saves money. Further, teachers that accept a job sharing position may 
do so for reasons that have to do with their own scheduling needs. In other words, job 
sharing is often a way for schools to save money and for teachers to work part time. In 
the case of this study, however, the motivation for the two teachers to participate in a 
coteaching partnership was a decision they made to benefit the learning and the lived 
experience of the students in the classroom. It was not about saving money or having 
shorter work hours. In fact, the two teachers in this study worked harder than ever to 
plan, prepare, and collaborate so that each student’s needs were being met. School leaders 
that view job sharing as simply a time and money saving option should consider the 
benefits of having two highly qualified and motivated teachers working together to help 
students learn and succeed. 
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Coteaching works best when the students can tell that the coteachers get along 
with each other. When students observed that their teachers demonstrated respect for 
each other and shared a commitment to the coteaching learning environment, the students 
became more interested and engaged in the learning process, gained a better 
understanding of the teachers’ expectations, and improved their own learning outcomes 
(Gaytan, 2010). Every student I interviewed said they could tell the two teachers liked 
each other and liked teaching together because of the way they treated each other and the 
other students in the class. The teachers reported that at the beginning of the year there 
were times when some students tried to play one teacher against the other to see if they 
could get away with certain things. Because the teachers practiced parity, and because 
they communicated and collaborated so well with each other, these students quickly 
learned that the two teachers had shared expectations. The two teachers also reported that 
they felt they were able to reinforce each other’s teaching and integrate content in ways 
that increased students’ academic success.  
The student participants in this classroom could tell that Amy and Pat got along 
well, that they were friends who liked each other and liked teaching together. The 
teachers, too, reported during their interview that their ability to get along with their 
coteaching partner was an important factor in their successful coteaching experience 
(Sebastian, 2001). I believe the two teachers got along so well and that the coteaching 
approach used in this classroom was successful because it was the teachers’ idea. Also, 
the teachers selected who they wanted to work with as a coteaching partner. Both of these 
things were their choice. This meant they already believed in the model and had a 
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commitment to making it work. When teachers make choices about instruction in their 
classroom, it increases their feelings of worth, gives them greater confidence in their 
abilities, and increases the chances for successful outcomes. That this all occurred within 
a job sharing model that others would not define as coteaching may be surprising is 
definitely noteworthy. 
 
Voice of the Learner 
 
 Finally, the voices of the learners in the classroom are an important and oft 
underutilized source of information about what works in schools. These findings confirm 
that students do have a voice, they do have something to tell us about their learning 
environment, and we should listen and learn from them. The students in this classroom 
certainly knew more than I did about their lived experiences and were very capable of 
reporting them.  
Further, the findings show that in order to make the best decision about the future 
of coteaching at this school, it is important to have the students’ perspective. If we agree 
that students are the ultimate consumers of the educational product, then they are perhaps 
the most important source of data we have for making decisions about school 
improvement (Wilhelm, 2011, p. 49).  
 
Implications of this Study 
 
 The voices of the students in this study indicate that the particular coteaching 
approach being used was not a key factor for them in the success of this coteaching 
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experience. The lived experience of the learners in this classroom suggests that the most 
important factor for them was the visible working relationship of the two teachers. These 
results are significant because they can help to inform future decisions about the practice 
of coteaching on three different levels; the school level, the university level, and the 
general field level.  
 
School Level 
This study was requested by the department head of the school of education at the 
partner university for this laboratory school. The findings from this study helped to 
inform a decision to implement a pilot program at this school in which a preservice 
student teacher from the partner university was placed in the classroom with a regular 
teacher for the entire year. Specifically, as modeled in this study, teachers were able to 
choose whether to participate in the program or not, and teachers were involved in 
interviewing and selecting an intern to be their coteaching partner.  At the time of this 
writing, the school is in its first year of this intern coteaching pilot program.  
 Recall that the student participants in this study would have liked to have both 
teachers present and teaching together more of the time. This finding helped to inform the 
structure of the intern coteaching pilot program so that both the regular classroom teacher 
and the intern are present in the classroom every day and share responsibilities for 
instruction.  
We know that coteaching works best when there is true parity between the two 
teaching partners. The teachers in this study achieved parity by acknowledging each other 
as equal teachers in the classroom. Both Pat and Amy were purposeful and consistent in 
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teaching the students to do the same. Amy gave one example of this during the teacher 
interview. 
 The students came to view themselves as a fifth-grade class. At the beginning 
when they’d answer the phone in the classroom they’d answer, “Ms. A’s class. 
But we all talked about it and said well, you know this is more than Ms. A’s class. 
The students came up with the idea that they would answer the phone “AP’s 
class” They came to realize that regardless of what teacher they’d had in previous 
years, now we were together as a group. 
 
Because of the inherent hierarchy in the relationship between the regular classroom 
teacher and the intern, true parity will probably not occur in the coteaching pilot program. 
This hierarchy can be downplayed if the teacher and the intern each take particular care 
to have students respond to both teachers as equals. To achieve this, teachers can arrange 
visual, verbal, and instructional signals that convey their equality. For example, teachers 
who coteach daily can put both teachers’ names on the board and on correspondence that 
goes to parents. They can arrange for two teachers’ desks, or share a large work table 
instead of having one teacher camping at a student desk. They can be sure that both take 
the lead on delivering instruction, and thy both can grade papers to make clear to students 
that both contribute to grades or other student evaluation (Cook & Friend, 1995). 
Coteachers should keep in mind that the collaborative relationship of the coteachers 
seems to be of greatest importance to the students. The ability of the teacher and the 
intern to get along with one another must be visible and obvious to the students in the 
classroom. 
 
University Level 
The partner university has recently implemented a change in the structure of the 
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relationship between the student teachers and the cooperating teachers in the other public 
schools in the area. One goal of the new structure is to encourage a partnership approach 
between the cooperating teacher and the student teacher that is modeled after coteaching. 
Under the previous model of student teaching, student teachers were left on their 
own for a period of time to solo teach. Student teachers were expected to completely take 
over all planning, instruction, and management of the classroom on their own. During 
this time the cooperating teacher would usually be away from the classroom. Given what 
we know from this study about how much the fifth-grade students valued the visible 
working relationship of their coteachers, it makes sense to keep both teachers in the 
classroom as much as possible. 
Under the new model of student teaching, the university asks the cooperating 
teachers to develop a partnership with their student teacher. The student teacher and the 
cooperating teacher plan collaboratively and equally share responsibilities for the 
classroom. There is a gradual release of responsibility, but always with the presence and 
support of the cooperating teacher. Though it is a partnership, the cooperating teacher is 
still responsible for the content being taught, the implementation of instruction, and the 
management of the classroom.  
As the findings indicate, the new structure will benefit preservice students and 
classroom teachers to the degree that the partnership is developed, and to the degree that 
they work well together. As with the intern pilot program mentioned above, there is an 
inherent hierarchy in the relationship between the cooperating teacher and the student 
teacher, therefore true parity will probably not occur. Because the regular teacher and the 
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preservice teacher do not share responsibilities for instruction in the classroom equally, 
this new model for student teaching may not be coteaching in its truest sense, but it 
reflects the same underlying goals and characteristics of coteaching. 
The results of this study indicate that the opportunity to choose whether to 
participate in a coteaching delivery method and the opportunity to choose who your 
teaching partner will be are crucial components for success in the coteaching classroom. 
Due to the somewhat arbitrary way the university assigns student teachers to cooperating 
teachers, the possibility of a mismatch between the preservice teacher and the regular 
classroom teacher exists. Cooperating teachers do not select which student teacher will be 
placed in their classroom. Likewise, student teachers do not select who their cooperating 
teacher will be. There is a small element of choice in that classroom teachers do choose 
whether they want to be a mentor or not, and preservice students do sign up, or choose, to 
be student teachers. Beyond that, the vital component of choice is missing.  
The results of this study confirm that coteaching works best when the two 
teachers to get along with each other. Because the element of choice is missing, it is 
possible that the teaching partners in this model may find their relationship lacking in this 
area. Even so, the motivation and commitment on the part of both participants may 
overcome this potential obstacle.  
 
General-Field Level 
There is increasing use of the coteaching approach in regular classrooms. As the 
university advocates a coteaching delivery approach in regular classrooms at both the 
laboratory school and in student teaching classrooms in the local area schools, more 
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teachers and school leaders may be influenced to adopt a coteaching approach in more 
regular education classrooms. As this occurs, job sharing should be considered as a 
possible coteaching option. As stated earlier, based on the results of the students’ 
experience in this classroom, the job sharing approach modeled by the teachers in this 
study can be considered coteaching. 
As the use of various types of coteaching approaches increases, teachers and 
school leaders have an opportunity to seek for and listen to the voices of the learners. 
Future studies about the coteaching approach should always include the perspective of 
the learners in the coteaching classroom. Students do have a voice; they are at the center 
of any change that occurs in the classroom. As the ultimate consumers of the educational 
product, students must be considered our most important source of information about 
what works in schools. 
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Appendix A 
Student Images
  
Figure A1. The full-size image I drew depicting key events from my own life. 
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Figure A2. Karen’s full-size drawing. 
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Figure A3. Maggie’s full-size drawing. 
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F
 
 
igure A4. Penny’s full-size drawing. 
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Figure A5. Charlie’s full-size drawing. 
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Figure A6. Kyle’s full-size drawing.
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Figure A7. Greta’s full-size drawing.
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Appendix B 
Explanation for Parents
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Dear Parents of Students in Mrs. Amy and Mrs. Pat’s Fifth-grade Class, 
When Mrs. Amy and Mrs. Pat approached me last spring with a desire to try a coteaching 
experience, I was very much in favor of the idea. Because of my own positive coteaching 
experience with a former student teacher, I gave them my full support and decided to 
make this coteaching classroom the subject of my doctoral study. The following explains 
a little more about the study. 
Despite the vast number of changes in education in recent years, learners are usually not 
consulted in the change process (Rudd, 2006). If learning is to be meaningful for 
students, their views must be heard. Some say that education should be shaped around the 
needs of the learner, rather than having the learner conform to the established system. In 
order to make future decisions about the effectiveness of a coteaching model, it is 
important that we understand the students’ perceptions. Their voices should be heard. The 
purpose of this study is to describe the lived experiences of the learners in a fifth-grade 
coteaching classroom. 
The results of this study will inform future decisions about the practice of coteaching at 
this school. Because the practice of coteaching is gaining popularity, there is increasing 
use of this teaching method. Other teachers at this school have expressed an interest in 
participating in a coteaching partnership. Before those kinds of decisions are made, it is 
important to have the students’ perspective. Further, the results of this study may clarify 
ways that the coteaching model can be strengthened or improved for greater success and 
benefit for both the teachers and the students. Through careful listening, observation, and 
interpretation of the students’ lived experience, we will have a better understanding of the 
effectiveness of coteaching in the classroom. 
In order for me to begin collecting data for this study, I need a signed letter of permission 
from each parent. You should receive two copies of the permission form in the mail this 
week. One copy is for your records, the other copy needs to be signed and returned to me 
using the stamped addressed envelope included. Please feel free to call or email me with 
any questions or concerns you may have.  
Thank you for your support, 
 
 
 
Janet Adams—Interim Principal EBLS  
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Informed Consent for Parents
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Appendix D 
Informed Consent for Teachers
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Appendix E 
Parent Permission
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